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THE PLACE OF ENGLISH IN 
THE COLLEGE CUR- 
RICULUM 
Educational policies, methods, 
objectives have suffered such far- 
reaching changes during the past 
fifteen years that the liberal arts curriculum 
of the undergraduate college has had to 
fight for its life. In America the conflict 
of the invading sciences against the older 
classical curriculum began with President 
Eliot's inauguration of the elective system 
at Harvard in the eighties; and it has con- 
tinued under various modified forms until 
now. It was not then and has never been a 
conflict as to the intrinsic value of courses 
—whether the study of plant structures has 
more value than the mastery of logarithms 
-—but the search has been for a principle of 
education according to which selection 
should be made. President Eliot was him- 
self trained in the natural sciences before 
the sciences had learned that they were not 
philosophy, and he brought to college ad- 
ministration something of the disruption 
and chaos that marked so disastrously the 
thinking of the Nineteenth Century. That 
same lack of co-ordination and direction 
has continued to show itself in the helter- 
skelter, hither-and-yon changes the curricu- 
lum has undergone. 
In general these changes have been to in- 
clude a larger and larger body of knowledge 
—the ever-growing and ever-diversifying 
facts and principles of science, and, more 
recently, much that approaches in content 
and method the courses of professional 
schools. It has been comparatively easy to 
make way for such new and diverting 
courses, and there is now practically no 
controversy as to their value. But there are 
two criticisms that may be justly and perti- 
nently made of the average modern curricu- 
lum. The first and more important is that 
educators have included a large body of 
knowledge in the courses of study but have 
made no requirement that these courses be 
unified by intelligible connections, by a 
theory about the universe that would bring 
them all into line. We are content to allow 
a student to learn one body of facts in the 
sociology class, and another possibly con- 
tradictory body of facts in the biology labo- 
ratory, and we make no effort to relate one 
course to another or to free the judgments 
of science, history, philosophy from their 
contradictions and ambiguities. We are 
content to add to the student's knowledge 
without increasing his understanding, for it 
is obvious enough that unless facts be seen 
in the light of general principles and in 
their relation one to another, there is no real 
comprehension. 
Many attempts have been made to find a 
unifying principle in the curriculum. Pro- 
fessor Meiklejohn has been urging for a 
number of years with apparently little effect 
that some course in philosophy be required 
of all students to help them transcend the 
limitations of each narrow and particular 
branch of study and see all in the light of 
general truth. Dr. Meiklejohn's argument 
has force, but there is no widespread move- 
ment to put philosophy in the list of re- 
quired subjects, In fact, quite the opposite 
tendency is developing. In more and more 
college curricula is philosophy left elective, 
and even made an unwelcome appendage in 
the department of its more vigorous off- 
spring, psychology. 
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Other efforts have been made to give 
form to the course of study as usually se- 
lected. The requirement of major and re- 
lated minor subjects puts a sort of super- 
ficial emphasis on certain courses but is far 
from supplying the fundamental relating 
principle of which we stand in such dire 
need. The modem system has given up the 
courses on which the older curricula de- 
pended to shape up the findings of various 
studies into an organized body of knowl- 
edge, and so far it has found no substitute, 
either in a particular course or in a method 
of teaching. It is evident from any study 
of recent pronouncements on the subject 
that both students and professors feel that 
we are not correcting the evil, that very 
often four years in college result not in real 
enlargement of the mind but in the impres- 
sion of having once known many facts 
about history or literature or science. We 
make little effort to offer our students wis- 
dom and a fairly tenable theory about all 
life, but we leave them with odds and ends 
of knowledge and call it an education. We 
continue to give diplomas for hours spent in 
the library and facts once known. 
The other criticism directed against the 
modem curriculum is that it trains the in- 
tellect, presumably, but leaves the emotions 
in the same crude state in which it finds 
them. Only in recent years have we come 
to realize that the human mind has different 
aspects but not parts and that a thorough 
training along one line must involve educa- 
tion along the other two. That is, we can 
not make a scholar even—if that be our aim 
—by concentrated attention to intellectual 
processes; but we must at the same time de- 
vote our training to emotion and will as 
well. After all, do what we will, the ma- 
jority of men live largely by their emotions; 
and it might be as well to recognize that 
fact and make some effort in our college to 
refine emotion as well as thought. In fact, 
in the end our aim is exactly that, to refine 
taste, to cultivate the emotional apprecia- 
tion of what is fine, to fire a passion for 
what is worthy to be loved and a hatred for 
the trashy, the cheap, the tawdry. 
Well, what has English to do with all of 
this? To be explicit, it is my theory that 
English better than any other subject in the 
college curricula can do something to cor- 
rect these two faults. I do not say that the 
ideal method is to leave to any one course 
what the whole curriculum ought to do; but 
under our present system with its obvious 
limitations English may perform a very val- 
uable service impossible to the sciences or 
foreign languages. 
English can do this because, in the first 
place, it is the only universal requirement. 
The widespread vogue of the elective sys- 
tem has worked havoc with Latin and math- 
ematics and chemistry and the modem lan- 
guages, making it possible for a student to 
omit almost anything for which he does not 
have a generous temperamental aptitude, 
but in no reputable college or university 
may the untutored freshman escape the rig- 
ors of freshman composition. That very 
fact ought to make all English teachers 
draw a deep breath. Whether the makers 
of curricula know it or not, that universal 
requirement of English means something 
far more significant in the student's life 
than his highly hypothetical ability to use 
the English language as a useful tool. But 
while we are recognizing our opportunities, 
we ought also to recognize the alarming 
fact that students show fewer calculable re- 
sults from the first year of English than 
from any other of their introductory 
courses. The desire to write clear English 
sentences apparently does not become a 
daily passion to inspire history papers or 
biology reports. 
But, whatever we do actually make of it, 
the English courses can in a signal way 
offer some corrective for the first fault of 
our curricula. They can help the student to 
synthesize his work as perhaps no other 
study, barring philosophy, can. First, Eng- 
lish offers in its very subject matter, in its 
content, various syntheses of experience. 
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It is itself philosophy crystallized to the 
point of usability. The welter of human 
experience becomes more chaotic than ever 
before when the force of new knowledge 
breaks up a college student's inherited sys- 
tems ; and then it is that the student needs 
to have some clearly defined and articulate 
theory about the universe presented to him, 
not so much for his acceptance as to pro- 
voke similar thought on his own part. A 
long and appreciative reading of Carlyle 
may bring order to his scattered ideas, and 
he may find in Sartor Resartus the inspira- 
tion of a strong belief. Matthew Arnold's 
synthesis of experience will do the same 
thing for another type of mind. Or Joseph 
Conrad or Thomas Hardy may offer their 
own explanation of human life, a ration- 
alization of its contradictions so numerous 
at every turn, an amelioration of its diffi- 
culties. We might cite others. But it is ac- 
cepted that this is one of the fine services 
performed by any study of literature. The 
student finds himself, so to speak, in some 
writer he loves. Any literature—Greek, 
German, French, Latin, Italian—will do the 
same thing; but we have to rely largely on 
English to do it, for our undergraduate 
work in foreign languages usually falls 
short of the humanistic value we would like 
it to have. In the concern for classical con- 
struction and smooth translations most stu- 
dents miss the full meaning of Sappho or 
Goethe. It is therefore usually left to a 
study of English literature to present such 
a possible unification of knowledge. 
English literature offers a co-ordination 
of experience not only in its content, but 
also in its form; and that is more far- 
reaching in its effect, I think, and more sig- 
nificant. Every poem, every novel, every 
piece of literature in its own rounded form 
suggests the final perfect unification of all 
knowledge. It mirrors the order and unity 
that the writer finds in the universe about 
him. A belief on the part of the artist in 
some sort of order in his environment is the 
condition of all art. For the consciousness 
of the artist things must and do cohere; 
with a thorough-going impressionism he 
has simply nothing to do. And thus the 
finality of art means nothing more than the 
perfect union of form and content by means 
of which the unity in the system under 
which we live becomes apparent. That is 
always the supreme service of beauty. In 
fact, as Emerson points out, the Greek word 
for beauty was none other than the word 
kosmos, order. Well, the undergraduate 
student of literature never works out a 
theory like that, of course. But he feels it, 
if he is an appreciative student. Whether 
he knows it or not, the greater part of his 
pleasure in reading a poem comes from the 
fact that here he finds the order and co- 
herence that he lacks in his life. From this 
comes that supreme tranquillity that attends 
the aesthetic experience. 
So much the study of English can do for 
unifying knowledge when it is merely the 
appreciative reading of literature. Looked 
at from the point of view of composition 
it can do even more. 
Writing is the only art studied creatively 
in our academic colleges, and therefore 
writing is the supreme training for bringing 
together one's mental processes in their 
artistic unity. Of course we do not always 
put the teaching of freshman composition 
on that high plane. It is of little use to talk 
about artistic unity to the freshman whose 
sentences are an amazing combination of 
dangling modifiers and ubiquitous "so's." 
But when he has come to feel the beauty of 
clarity, when he has the satisfaction of say- 
ing his thought out, then he knows in a 
small way the joy of artistic creation. Then 
he does a much better thing than take over 
the synthesis of experience offered of 
Shakespeare or Milton or Carlyle or Ar- 
nold. He makes his own synthesis, and is 
just that far along toward real education. 
He begins to feel, though ever so faintly, 
the divine joy of the artist. 
It seems to me that our attempts at edu- 
cation fall lamentably short of fulfilling our 
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obligations unless we do manage in some 
way to have the student learn what creative 
power is. All true living employs the same 
force that goes into artistic creation; it is 
itself the power of synthesis. The very pro- 
cess of thought, the process of relating one 
concept to another, is in itself an artistic 
one and more or less valueless until it takes 
on the fine energy and force that create 
beauty. 
The study of English ought to do even 
more than help a student to effect an or- 
ganization of his knowledge. It is one of 
the best ways of developing him emotional- 
ly. It can refine his taste, and by showing 
him much of what the human race has ac- 
complished that is admirable can wean him 
away from loves less worthy of his devo- 
tion. The modern thrill-hunting youth can 
very well learn of art a tempering of his 
emotions, a reservation of them for objects 
really worthy of exciting them. 
It is a little discouraging, in the light of 
all this, to realize what requirements the 
teaching of English lays on us poor comma- 
ridden mortals. In the first place, we our- 
selves must get at least a comprehensive 
view of the field of knowledge. We can't 
of course hope for technical knowledge of 
many subjects, but we should at least be ac- 
quainted with the general meaning and ac- 
complishment of sciences, of history, of 
philosophy. There is no more distressing 
spectacle in modern education than teach- 
ers of one subject totally unfamiliar with 
and uninterested in many others. It is 
small wonder that our students go out of 
college with their information carefully 
stored away in intercourse-proof compart- 
ments of their brains, for the teachers 
themselves all too often are confined in 
their thinking to the artificial limits placed 
around one particular aspect of knowledge. 
We should learn early that any subject leads 
out into all, and that only through compre- 
hensive sympathies and wide contacts can 
we give English its proper background. In- 
deed, unless we do cultivate versatility and 
a universal appreciation of learning, our 
own teaching will fall flat, and thus while 
preaching to others we ourselves shall be 
castaways. 
It isn't, however, in the teaching of litera- 
ture that we count many dull, flat, and un- 
profitable hours. It is in the teaching of 
composition. There the immediate problem 
is how to redeem punctuation and sentence 
structure from drudgery, both for the stu- 
dent and for the teacher. Too often, as we 
all know, punctuation to the bewildered 
freshman means merely learning a set of ar- 
bitrary and impermanent rules, to be re- 
tained if possible until after the examina- 
tion but on no account to condition or modi- 
fy his future letter writing. And the whole 
matter of learning to write is a difficult, 
useless, but required labor that he must 
perform before passing on to more con- 
genial tasks. If his teachers can show him 
the relationship between punctuation and 
real education, surely it will not be so hated 
a part of his work. 
What we need is a belief in the power of 
art. To see art as a final criticism of life, 
giving to everyday living a higher standard 
of conduct than does morality, informing 
even a simple act with deep meanings, af- 
fording the ultimate value by which to 
measure one's life—this is to appreciate the 
place of English in the educational system. 
This is indeed the only salvation from nar- 
rowness and mediocrity in teaching. For 
while it is an excellent and a necessary 
thing in our hasty teaching to put one's 
attention on the immediate task, yet it is 
never wise nor safe to lose sight of the ulti- 
mate thing we are aiming at, the introduc- 
tion of the critical sense into living. And 
it is just here, of course, that the whole 
value of literature lies. It teaches living by 
example; it offers a permanent standard by 
which to measure one's total accomplish- 
ment. Just as Matthew Arnold says one 
learns to test the Grand Style by having 
certain examples of it in mind, so the ap- 
preciative student of literature tests good 
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living by the standards with which art im- 
mediately supplies him—harmony, propor- 
tion, the power of creative synthesis. 
For this reason the person who has heard 
the rhythms of Milton or Shelley or Mere- 
dith can never be happy with jazz music. 
The appreciative reader of Henry James or 
Conrad or Hardy can never be satisfied 
with Theodore Dreiser or Scott Fitzgerald 
or James Joyce. And perhaps when we 
shall have done our duty as teachers of 
English the very names of Rupert Hughes 
and Harold Bell Wright will have passed 
into deep and impenetrable oblivion. 
Dorothy Bethurum 




I. THE FUNCTIONING OF THE SUPERVISOR IN 
THE WORK OF SUPERVISION 
IT IS the business of supervision to dis- 
cover talent, to bring to the notice of 
many and to distribute as widely as 
possible all the best in teaching that can be 
found. 
Just as we spend more, per capita, on our 
feeble-minded and border-line children than 
upon the brightest and most promising, so, 
at present, we are spending more time in 
supervision of the very poorest teachers 
than of those who are most likely to profit 
by it. Supervision which functions as a 
constructive factor is not thought of as a 
remedy for those about to fail, but as a sys- 
tematic "keeping in touch" with those who 
are doing well. Sometimes the very keen- 
est intellectually need this most. They need 
the stimulus of challenge to their powers 
and need to realize their own possibilities of 
growth. 
Reporting in teachers meetings worth 
while features of work observed is one 
helpful means of stimulating effort. It 
serves not only as a stimulus to the ones 
who are quoted, but at the same time gives 
inspiration to those who hear it. Such 
sharing of experiences does much to es- 
tablish in the minds of those concerned the 
fact that supervision is not a "system of in- 
spection," but a means whereby helpful 
things may be discovered and made avail- 
able for the use of all. 
Under a system of supervision where 
"growth in efficiency" is the chief goal, less 
emphasis is laid upon and less time is given 
to "grading" teachers and more to criti- 
cising constructively the work as it is done. 
This necessarily means that efforts are 
made to remedy weaknesses and to discover 
talent rather than merely to accumulate 
data in order to classify a teacher accord- 
ing to her standing among others. It fol- 
lows that the reserve often shown by teach- 
ers in revealing the real trouble they may 
be having is overcome; they think of super- 
vision as trying to "do something for them 
rather than to them." 
When supervision is functioning con- 
structively, the person to whom this work 
is entrusted shares the professional respect 
of those whom he would help. He knows 
thoroughly the instruction problems of the 
classroom as well as those that are discip- 
linary and administrative. He is able to 
offer advice, helping the teacher choose 
wisely the results she should secure. When 
a weakness in procedure is noticed, he is 
ready to suggest an improvement which 
would bring the desired result. He is quick 
to back up any adverse criticism by an ex- 
planation of the principle involved and can 
give suggestions for a procedure that will 
prove helpful. In other words, he demon- 
strates the ability to analyze the recitation, 
to establish clearly in his own mind what 
the teacher is trying to do, why she is trying 
to do it, and why she is doing it that way— 
her aim, her method, and the outcome she 
hopes to secure. 
II. QUESTIONS ABOUT TEACHING PROCEDURE 
WHICH SHOULD BE HELD IN MIND 
Is too much uniformity on the part of 
pupils expected? Is there recognition of a 
